Grand Valley State University

ScholarWorks@GVSU
Culminating Experience Projects

Graduate Research and Creative Practice

8-9-2022

Professional Development through Literacy Coaching: Tools to
Assist Literacy Coaches in Self-Reflection to Build Capacity
Rose M. Brooks
Grand Valley State University

Follow this and additional works at: https://scholarworks.gvsu.edu/gradprojects
Part of the Language and Literacy Education Commons

ScholarWorks Citation
Brooks, Rose M., "Professional Development through Literacy Coaching: Tools to Assist Literacy Coaches
in Self-Reflection to Build Capacity" (2022). Culminating Experience Projects. 172.
https://scholarworks.gvsu.edu/gradprojects/172

This Project is brought to you for free and open access by the Graduate Research and Creative Practice at
ScholarWorks@GVSU. It has been accepted for inclusion in Culminating Experience Projects by an authorized
administrator of ScholarWorks@GVSU. For more information, please contact scholarworks@gvsu.edu.

Professional Development through Literacy Coaching: Tools to Assist Literacy Coaches in
Self-Reflection to Build Capacity
by
Rose M. Brooks
August 2022

Master’s Project
Submitted to the College of Education
At Grand Valley State University
In partial fulfilment of the
Degree of Master of Education

The signature of the individual below indicates that the individual has read and approved the
project of Rose Brooks in partial fulfillment of the requirements for the degree of Master of
Literacy Studies.

8/9/2022
______________________________________________________
Elizabeth Petroelje Stolle, Ph.D., Project Advisor
Date

Accepted and approved on behalf of the
Literacy Studies Program

Accepted and approved on behalf of the Literacy
Educational Foundations & Technology Unit

_______________________________
Elizabeth Stolle, Ph.D., Graduate Program Director
8/9/2022
__________________________________
Date

_________________________________
Mary Bair, Ph.D., Unit Head
8/9/2022
__________________________________
Date

Acknowledgements
Thank you to my husband, Nick, for all of your support of my graduate degree and always
encouraging me achieve my goals. Thank you to my family for all of your support in
pursuing my education. Thank you to Dr. Elizabeth Stolle for your feedback and support
while writing this project.

i

Abstract
Professional development should be job-embedded, focused on the context of the work and
allow ample time for practice and application. Recently, literacy coaching has been more
widely implemented as a way to improve professional development for teachers. While there
is a great deal of research around effective coaching practices, few resources to assess the
implementation and quality of literacy coaching exist. This project explores the features of
high-quality professional development and literacy coaching in order to develop selfreflection assessment tools for literacy coaches. This project offers a rubric, along with other
supporting documents, to assist literacy coaches in reflecting, goal setting, and improving
their practice. The rubric utilizes the facets of high-quality professional development and
evidence-based practice for literacy coaches in hopes of supporting self-reflection and
improving literacy coaching practice.

ii

Table of Contents
Acknowledgements…………………………………………………………………………….i
Abstract………………………………………………………………………………………..ii
Table of Contents……………………………………………………………………………..iii
Chapter One: Introduction……………………………………………………………………..1
Problem Statement………………………………………………………………..…..1
Importance and Rationale of Project………………………………………………….1
Background of the Project………………………………………………………...…..4
Statement of Purpose……………………………………………………………...…..5
Objectives of the Project……………………………………………………………...6
Definition of Terms…………………………………………………………………...7
Scope of the Project…………………………………………………………………...7
Chapter Two: Literature Review………………………………………………………………9
Introduction……………………………………………………………………...……9
Theory/Rationale………………………………………………………………..…….9
Constructivism……………………………………………………………….9
Social Constructivism……………………………………………………....10
Zone of Proximal Development……………………………………11
Inquiry Learning………………………………………………..…..12
Research/Evaluation…………………………………………………………...…….13
Features of High Quality Professional Development……………………….13
Coherent with Teacher Goals………………………………………14
Focused on Student Achievement……………………………...…..14
School Climate of Inquiry……………………………………...…..15
Exists in the Context of the Classroom…………………………….16

iii

Adequate Time and Support for Practice and Implementation…….17
Features of Effective Literacy Coaching…………………………………....18
Collaborative Participation…………………………………………19
Non-Evaluative Stance……………………………………….…….20
Effective Feedback………………………………………………....21
Relationship between Coach and Teacher……………………...….22
Evidence-based Literacy Instruction.................................................23
Reflective Practice…………………………………………………24
Assessment of Effective Coaching…………………………………….……25
Summary…………………………………………………………………………….29
Conclusion……………………………………………………………………...……30
Chapter Three: Project Description…………………………………………………………..32
Introduction……………………………………………………………………….....32
Project Components…………………………………………………………………32
Project Evaluation…………………………………………………………..……….36
Project Conclusions………………………………………………………...………..37
Plans for Implementation………………………………………………...………….38
References……………………………………………………………………………………40
Appendixes
Appendix A……………………………………………………………………...…..48
Appendix B…………………………………………………………………………..63
Appendix C……………………………………………………………………….….65
Appendix D………………………………………………………………………….66
Appendix E………………………………………………………………………..…67

iv

1

Chapter 1
Problem Statement
Effective professional development practices for teachers have been long debated.
Professional development for teachers often occurs as single-event, workshop-style sessions
with little opportunity to practice the new skills in their classrooms (Griffith et al., 2014).
Studies have shown that teachers do not often apply their new learning into practice using this
model (Griffith et al., 2014). Effective professional development should be job embedded and
focused on improving professional practice (Katz & Dack, 2013). More recently,
instructional coaching has been implemented to encourage teachers to apply new skills in the
classroom (Aguilar, 2013; Griffith et al., 2014). The coaching model allows for the building
of capacity of teachers through collaboration, reflection, and actively practicing new skills
and knowledge (Aguilar, 2013).
However, implementation and assessment of effective coaching practices remains a
challenge. If coaching is implemented inadequately, it is difficult to measure the impact of
coaching (Aguilar, 2013). High quality assessments, focused on qualitative and quantitative
measures of student achievement and coaching practices, are needed to measure the
effectiveness of coaching (Sweeny & Harris, 2017; Annenberg Institute for School Reform,
2004). Implementing coaching programs with fidelity and assessment of the effectiveness of
coaching is needed to ensure that professional development is job embedded, research-based
and focused on improving professional practice and student achievement (Powell &
Diamond, 2013; Sweeny & Harris, 2017; Knight, 2019).
Importance and Rationale of the Project
The goal of professional development is to learn and apply the various skills and
practices within a profession (Grossman et al., 2009). Professional development should be
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job-embedded, meaningful for the teacher and focused on improving professional practice
and student outcomes (Katz & Dack, 2013). In order to achieve this, at least five features
need to be in place; professional development must be content focused, involve active
learning, coherent, sustained in duration, and involve collective participation (Desimone &
Pak, 2017). High-quality professional development is essential to ensure teachers have the
skills necessary to ensure students are able to achieve (Knight, 2019). Common Core State
Standards have placed an emphasis on student achievement of content and skills during the
course of public education (Sweeny & Harris, 2017). In order for students to reach these
high-achievement standards, teachers must be equipped with the most effective educational
skills so students are able to reach these expectations (Sweeny & Harris, 2017).
Teachers not only have to learn these skills, but they have to practice implementing
the teaching skills and strategies in their classrooms. Traditional, one-off professional
development sessions have failed to achieve this goal (Youngs & Lane, 2014). Most
professional development takes place in the form of in-service training where teachers
passively learn new strategies through lecture (Youngs & Lane, 2014). After the in-service,
teachers are expected to take that learning to their classrooms and implement, however,
studies show that this does not generally happen (Griffith et al., 2014). Teachers who receive
instructional coaching in order to implement new teaching strategies are more likely to use
those strategies in their instruction (Knight, 2019). Teachers need continued opportunities to
practice new sills in the context of their classrooms in order to apply new learning with
fidelity (Griffith et al., 2014).
Instructional coaches are professional developers who work on-site to empower
teachers to implement new strategies and teaching methods through modeling, authentic
learning opportunities, collaboration and constructive feedback (Joyce & Showers; 1980;
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Johnson, 2016). The goal of instructional coaching is to improve student achievement
through building teacher capacity (Sweeny & Harris, 2017). Literacy coaches work
specifically on reading instruction and achievement (Woodward & Thoma, 2021).
Instructional coaching generally works in cycles (Sweeny & Harris, 2017). First, the coach
and the teacher identify a goal of coaching and identify what student achievement around the
goal looks like (Sweeny & Harris, 2017). Then, the coach works with the teacher to teach
and/or model new teaching skills and strategies (Sweeny & Harris, 2017). Next, the coach
and teacher work collaboratively to implement the new skill and strategy in the classroom
(Sweeny & Harris, 2017). After implementation, the coach and teacher review assessment
data and determine if the teacher’s goal is met (Sweeny & Harris, 2017). Finally, the teacher
and the coach engage in a reflective conversation to review how student achievement
compares to the goal and next steps for the following cycle (Sweeny & Harris, 2017).
National policy makers have suggested instructional coaching as a way to remedy
this issue which has led to local education associations (LEAs) to implement instructional
coaching (Youngs & Lane, 2014; Desimone & Pak, 2017). Despite this push, there has been
little research around the characteristics of effective coaching programs and implementation.
However, there is a great deal of research linking the premise, goals and actions of
instructional coaching to effective professional development practices (Desimone & Pak,
2014; Toll, 2018; Knight, 2019).
Assessment of coaching practices in education has not been well studied. Many
LEAs assess coaches by locally determined criteria (Annenberg Institute for School Reform,
2004). Since the assessment of instructional coaching has not been well studied, there is not a
widely used assessment to determine the effectiveness of instructional coaches (Thomas et
al., 2022). Assessment of coach effectiveness should be based on student achievement, ability
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to increase teacher capacity, and enacting high-quality professional development (Sweeny &
Harris, 2017; Thomas et al., 2022).
Background of the Project
Instructional coaching is a relatively new area of professional development in
education. Joyce and Showers (1980) were the first to propose the idea of an instructional
coach. They used previous research on quality professional development to propose a
coaching model using modeling, practicing application and feedback to support teachers in
making meaningful change to their practice (Joyce & Showers, 1980). In 2001, The No Child
Left Behind Act (NCLB) created the Reading First Program which provided funding to LEAs
to implement professional development and coaching for teachers to implement
“scientifically based reading practices” (Gamse et al., 2008 p. 1). Coaching was measured
through self-reported survey data around the types of professional development offered to
teachers and their perceptions of how reading instruction had changed as a result of the
program (Gamse et al., 2008). They did find that teachers were spending more time in
professional development with coaches, but the quality of the coaching was not measured
(Gamse et al., 2008).
Race to the Top and the development of the Common Core State Standards (CCSS)
has placed a focus on content standards, teacher evaluation and standardized assessment to
evaluate student progress (Youngs & Lane, 2014). Race to the Top provided funding for data
coaches to work with teachers to ensure they were using data to make educational decisions
(Boser & Center for American Progress, 2012). However, data coaches were focused on
teachers implementing assessment and analyzing assessment data, not increasing teacher
capacity (Boser & Center for American Progress, 2012).
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Locally, Michigan’s Read by Grade Three law has placed an emphasis on coaching
as an important aspect of professional development (Strunk et al., 2022). This law places an
emphasis on Tier 1 supports as a way to improve literacy achievement for the majority of
students (Strunk et al., 2022). A recent report looking at the effects of the Michigan Read by
Grade Three law found that teachers desired more one-on-one coaching as a part of their
literacy professional development (Strunk et al., 2022).
These political education initiatives identified coaching as an integral part to improve
student achievement through quality professional development (Desimone & Pak, 2014).
Since then, the characteristics of a quality coaching have been studied in great detail
(Desimone & Pak, 2014; Toll, 2018; Knight, 2019). Literature points out that coaches enable
teachers to engage in active learning that is focused within their content and context
(Rohlwing & Spelman, 2014; Youngs & Lane, 2014; Desimone & Pak, 2014). This learning
has been shown to be more effective and teachers are able to implement the strategies they
learn with more fidelity (Desimone & Pak, 2014; Toll, 2018; Knight, 2019).
Statement of Purpose
The purpose of this project is to explore the aspects of high-quality professional
development and literacy coaching in order to develop evidence-based tools to guide the
coaching cycle and assess the quality of literacy coaching. High-quality coaching should
include the aspects of good professional development, however, in practice instructional
coaching does not always meet these standards (Knight, 2019). After exploring the aspects of
high-quality professional development and literacy coaching, a self-assessment tool will be
developed in order for the literacy coach to reflect in their abilities to offer high-quality
professional development to teachers. This tool will also include evidence of student learning
to ensure the coach is creating meaningful changes to instruction and benefits students.
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During the literature search, very few rubrics for assessment of instructional coaching
were found. Huff et al. (2013), Reddy et al. (2019) and Thomas et al. (2022) have published
rubrics to evaluate the quality instructional coaching practices, however, these rubrics do not
look at the specific domain of literacy coaching and have significant limitations in their use
for self-reflection. This project seeks to create an evidence-based, self-assessment tool for
elementary literacy coaches to identify high-leverage coaching practices and grow in their
abilities to offer high-quality professional development in the domain of literacy coaching.
Objectives of Project
The goal of this project is to create a self-assessment reflection tool for elementary
literacy coaches that:
1. Is based in the aspects of high-quality, evidence based professional development
and literacy coaching practices;
2. Focuses on developing increased teacher capacity through coaching;
3. Is student oriented and benefits students as shown by students meeting learning
objectives and increased achievement;
4. Encourages self-reflection in order for literacy coaches to further develop their
coaching skills before, during and after the coaching cycle.
Instructional and literacy coaching offers opportunities for teachers to practice
implementing new skills with the support of a coach and monitor student achievement of
learning objectives (Rohlwing & Spelman, 2014). However, in practice, effective coaching
isn’t assessed using a formal assessment tool throughout the process of coaching (Annenberg
Institute for School Reform, 2004). The goal of this project is to create a self-assessment tool
that literacy coaches can use throughout the coaching cycle in order to self-monitor their
abilities to implement the coaching cycle with fidelity, offer high-quality feedback, and use
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high-leverage professional development practices in order to build teacher capacity and
benefit students.
Definition of Terms
Instructional coach: Professional developers who work on-site to empower teachers to
implement new strategies and teaching methods through modeling, authentic learning
opportunities, collaboration, and constructive feedback (Joyce & Showers; 1980; Johnson,
2016).
Literacy coach: An instructional coach focused on developing teacher capacity and student
achievement in literacy (Woodward & Thoma, 2021).
Professional development (PD): Activities completed by a professional to develop the skills
and strategies necessary to engage in highly effective professional practice (Grossman et al.,
2009).
Coaching cycle: The process of instructional coaching. The coach collaborates with the
teacher to set goals, model new skills, give feedback, assist in reflection and monitor student
progress in achieving new skills (Sweeny & Harris, 2017).
Teacher capacity: The ability to enact pedagogical skills and strategies within the classroom
(Mangin, 2014).
Scope of Project
The scope of this project is to create assessment tools that aid literacy coaches in selfreflection of their own coaching practice in order to ensure that coaching is implemented with
fidelity, uses high-leverage professional development practices, gives high-quality feedback,
and benefits student achievement of learning objectives. The focus of these tools is centered
around literacy coaching, specifically in the elementary grades. It seeks to support coaches in
their endeavors of implementing evidence-based coaching practices. It also seeks to create an

8

evidenced-based self-assessment of the effectiveness of coaching to build capacity of coaches
to become more effective coaches. This tool may be adapted to different domains of
instructional coaching, with the exception of any literacy specific strategies.
Limitations of this project include lack of similar resources. A self-assessment rubric
does not exist for literacy coaching specifically, and this project may be limited by lack of
similar resources that have been scientifically tested. Only two rubrics assessing the quality
of instructional coaching were identified (Reddy et al., 2019; Thomas et al., 2022), however,
these have significant limitations in their use for self-reflection and application to literacy
coaching. This rubric will also be focused on elementary literacy coaching and may need
adaptation to be applied to the secondary level. Obstructions to implementation could include
limitations of literacy coaches time for planning and reflection, however, reflection of
practice is an important aspect of quality coaching and should be a priority for instructional
coaches (Sweeny & Harris, 2017).
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Chapter 2: Literature Review
Introduction
Literacy coaches are responsible for implementing and facilitating job-embedded PD
to improve classroom instruction and student achievement (International Literacy
Association, 2015). However, implementation of effective coaching practice remains a
challenge (Hu & van Veen, 2020). Literacy coaches need tools to support implementation of
high-quality PD and effective coaching strategies in order to grow their professional practice
and ensure that they are able to grow teacher capacity and benefit student achievement
(Sweeney & Harris, 2017; Knight, 2009).
This project focuses on creating self-assessment tools for literacy coaches to ensure
they are offering high-quality, job-embedded professional development for teachers. It begins
with a discussion of learning theories and rationale behind the ideas of instructional coaching.
Next, a literature review was conducted to focus on the aspects of high-quality professional
development and effective coaching practices. Finally, summary and conclusion of
information is presented as it applies to the project.
Theory & Rationale
Constructivism
Instructional coaching involves the active construction of new knowledge in a social
environment, connecting it well with constructivism. Learning is not a linear process, rather,
it is a complex interaction between the person, environment and existing knowledge (Fosnot,
2005). We construct this knowledge through developing hypothesis, testing hypothesis and
fitting new understandings into our existing knowledge, called schemas (Tracey & Morrow,
2017). Based on the ideas of Piaget, Vygotsky and Dewey (among others), constructivism
holds that learning is a natural, active process where new ideas are integrated with the
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person’s schema (Tracey & Morrow, 2017). We are constructing new knowledge based on
our experiences and prior knowledge (Provenzo & Provenzo, 2009). Piaget viewed learning
as the development of the whole person and suggested that cognition happens through
assimilation and accommodation (Fosnot, 2005). Assimilation is the action of learning new
information and applying directly to known information (Fosnot, 2005; Tracey & Morrow,
2017). Accommodation happens when new information does not fit with a person’s existing
schema and a new schema must be created because the previous knowledge is no longer
sufficient (Tracey & Morrow, 2017).
Instructional coaching involves the teacher taking an active learning stance in order
to better their practice in the classroom (Youngs & Lane, 2014). Within the coaching cycle,
teachers identify a problem of practice in which they would like to improve (Sweeny &
Harris, 2017). Then, the coach brings forth new information and strategies to help the teacher
solve this problem (Youngs & Lane, 2014). As teachers enact this new knowledge, they have
to adjust their previous knowledge of pedagogy and apply new learning, either through
assimilation or accommodation, to improve their practice. This happens through a complex
means of interaction between the teacher, their students and the coach.
Social Constructivism
Vygotsky was not satisfied by Piaget’s ideas of individual construction of knowledge
and emphasized the importance of social experiences and contexts on learning (Provenzo &
Provenzo, 2009). Based in Vygotsky’s ideas, social constructivism holds that we learn and
construct knowledge as a result of our social interactions with others (Fosnot, 2005; Provenzo
& Provenzo, 2009; Smagorinsky, 2011; Tracey & Morrow, 2017). In social constructivism,
learning is the result of investigation, reflection and problem solving that happens in the
social context and environment of the person (Fosnot, 2005). In order to develop new
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knowledge, we have to collaborate in a problem solving environment to construct new
knowledge (Tracey & Morrow, 2017). Learning also takes place as we reflect upon our
interactions with others in order to assimilate or accommodate new information into schemas
(Tracey & Morrow, 2017).
Instructional coaching is a social, collaborative act between the coach and the teacher
(Aguilar, 2013). Teachers have more success with implementing new learning when
supported by another professional (Johnson, 2016). Instructional coaching can strengthen a
teacher’s professional social network, which is important to the development of continued
inquiry and spreading new ideas (Youngs & Lane, 2014). Within the coaching cycle,
reflective conversations between the coach and teacher are essential for the teacher to
evaluate new learning (Johnson, 2016). Successful coaching includes reflective conversations
for the teacher to understand problems of practice and evaluate their abilities to implement
and integrate new knowledge into practice in the broader context of their pedagogies
(Johnson, 2016).
Zone of Proximal Development
In 1978, Vygotsky proposed the idea of the Zone of Proximal Development (ZPD)
(Smagorinsky, 2011). He proposed that in order for optimal learning to occur, the task had to
be within a level of difficulty where the learner can be successful with an appropriate level of
support, known as scaffolding (Tracey & Morrow, 2017). Scaffolding can include modeling,
encouragement, and/or breaking a problem down into steps (Tracey & Morrow, 2017). The
ZPD exists where the learner is able to attempt a difficult task and be successful with an
appropriate level of support (Tracey & Morrow, 2017).
It is important for the instructional coach to facilitate the learning of a teacher in such
a way that sets achievable goals (Hu & van Veen, 2020). Within the coaching cycle,
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successful coaching involves setting goals and identifying measures that delineate success
(Sweeney & Harris, 2017). The instructional coach should also offer scaffolds, such as
modeling and breaking down instructional strategies into steps, for the teacher to be
successful in applying new learning (Hu & van Veen, 2020). This new learning should not be
too difficult or too easy for the teacher to obtain success and within the teacher’s ZPD. If the
task set forth is too easy, the teacher may not see the professional development as worthy of
their time. If the task is too difficult, they may not feel that they are able to be successful in
applying new learning. Highly effective instructional coaching, that is meaningful to both the
coach and teacher, should operate within the teacher’s ZPD (Hu & van Veen, 2020).
Inquiry Learning
Inquiry Learning, proposed by Dewey (1910), is based on the idea that true learning
occurs during the process of solving a meaningful, authentic, real-world problem (Barrow,
2006; Coffman, 2013). When taking this problem solving approach, one must start with a
problem to solve, make a hypothesis, collect data, draw conclusions then reflect on the
original problem (Tracey & Morrow, 2017). This process involves active learning in
understanding the problem and looking for solutions (Coffman, 2013). Social collaboration in
problem solving is key to inquiry learning (Tracey & Morrow, 2017).
Highly-effective instructional coaching and professional development should be
inquiry based (Youngs & Lane, 2014). The teacher should set goals based in an authentic
problem of practice (Johnson, 2016). This ensures that the teacher has ‘bought in’ to the time
and effort involved in instructional coaching (Hu & van Veen, 2020). This problem-solving
approach is central to high-quality instructional coaching (Sweeney & Harris, 2017). Next,
the teacher and coach work together to test a hypothesis on what new pedagogical skills and
strategies are needed to solve the problem (Hu & van Veen, 2020). After the hypothesis is set,
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the teacher and coach work together to set goals, collect data and draw conclusions about
student achievement of learning targets (Sweeney & Harris, 2017). Finally, the coach and
teacher reflect on their findings and set goals for the next cycle of coaching (Sweeney &
Harris, 2017). This process allows the teacher to actively take part in authentic problem
solving, which has a profound impact on the teacher’s ability to implement new skills and
strategies in the classroom that benefit students (Johnson, 2016).
Research/Evaluation
Features of High Quality Professional Development
Teachers tend to report low-quality PD experiences and have low expectations in
professional development (Desimone et al., 2002; Darling-Hammond & Richardson, 2009).
However, the ideals of high-quality professional development have been well studied. The
goal of high-quality PD and instructional coaching is to build capacity of teachers to use
strategies and pedagogical skills in the classroom (Darling-Hammond & Richardson, 2009;
Mangin, 2014). Literacy coaches must have extensive knowledge on the features of effective
professional development and the ways in which adults learn in order to be effective coaches
(International Literacy Association, 2018). Teachers should have access to resources that
allow them to build and continuously grow their professional knowledge (International
Literacy Association, 2018; Fountas & Pinnell, 2020). Literacy coaches should be considered
literacy leaders in their school and be able to implement high-quality PD (International
Literacy Association, 2018). Teachers need PD that is coherent with their professional goals,
focused on student achievement, inquiry based, and exists within the context of their
classroom with ample time for practice and reflection.
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Coherent with Teacher Goals
High-quality professional development should exist with coherence to meaningful
goals that teachers hold for their practice and students (Darling-Hammond & Richardson,
2009). Coherence means that PD should apply to their context of work, be meaningful to the
teacher, and follow a logical learning trajectory (Desimone et al., 2002). Clarity of the
problem to be solved should be well developed (Rohlwing & Spelman, 2014). The scope and
sequence of the PD should align with the goals of the teacher and school improvement goals
for the school (Desimone et al., 2002).
Quality instructional coaching involves the setting of high-quality goals from which
the PD is developed (Sweeney & Harris, 2017). The coach and teacher should work together
to find a goal which the teacher finds meaningful (Desimone & Pak, 2017). This process
starts by identifying a true problem of practice in which the coach and teacher can utilize
inquiry learning to grow teacher capacity (Youngs & Lane, 2014). A goal created by the
teacher encourages intrinsic motivation to implement the PD and encourages active learning
during the coaching cycle (Steckel, 2009). Setting a goal for coaching that is in-line with the
teacher’s professional goals empowers the teacher and allows them to own the process of
learning (Steckel, 2009; Di Domenico et al., 2019). Setting meaningful goals creates a solid
entry point for instructional coaching which will guide future conversations and coaching
actions (Di Domenico et al., 2019).
Focused on Student Achievement
Student achievement is central to high-quality PD (Devine & Houssemand, 2013).
All PD should relate directly to improving student outcomes and have real-world application
to the teacher (Steckel, 2009; Toll, 2018). PD based in problems of practice creates
meaningful learning experiences for teachers in the context of actively improving their
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practice to ensure students are learning content (Croft et al., 2010). Teachers want to help
students learn and grow. By placing student achievement in the center of PD, learning can
become more intrinsically motivating and authentic to the teacher (Croft et al., 2010).
The authentic problems of practice in the classroom should be focused around
improving student outcomes and achievement (Hasbrouck & Denton, 2007; Toll, 2017).
Literacy coaching can improve the time it takes for a teacher to solve a problem of practice
(Toll, 2017). For example, if the teacher is using a guess-and-check approach to solving a
problem, there could be a considerable amount of time between the intervention they put in
place and the time when improvement can be seen (Toll, 2017). In addition, the more
guesses and checks the teacher does, the longer it takes for the problem to be solved. By
starting instructional coaching using inquiry learning and identifying a problem, the time it
takes to see students benefit can be shortened (Toll, 2017).
Literacy coaching has been found to have a positive impact on student achievement.
Biancarosa and Dexter (2010) found that in the first year of implementation of a literacy
coaching PD program resulted in a 16% increase in learning gains. By the third year of
implementation, students showed a 32% learning gain. This result points to the importance of
sustained improvement in quality literacy coaching; as the coaches improved relationships
and coaching skills, students achieved more.
School Climate of Inquiry
To foster professional learning that is active and collaborative, a school climate of
inquiry must be in place (Croft et al., 2010). Administrators and teachers in the building
should embrace taking risks, collaborative problem solving and reflective practice (Toll,
2018). Teachers should look to their peers for assistance in answering pedagogical questions
using inquiry learning (Croft et al., 2010). A school climate of inquiry requires that teaching
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be a public act, meaning peers are encouraged to observe lessons and collaboratively discuss
student achievement through a problem solving lens (Darling-Hammond & Richardson,
2009; Steckel, 2009; Youngs & Lane, 2014).
Administrative support for a school climate of inquiry is essential to this approach to
PD (Youngs & Lane, 2014). Mangin (2014) found that administrator ideologies, interests and
goals played a role in the ways that teachers and coaches viewed PD. If an administrator
prioritized the concept of instructional coaching in their buildings, they tended to allocate
appropriate resources and supports to coaching programs (Mangin, 2014). Principals and
district personnel should ensure that teachers have the time, space and tools to work in
collaborative environments (Youngs & Lane, 2014). Principals can support literacy coaches
by giving adequate time to meet and plan with teachers one-on-one, in small groups and other
opportunities for PD (Toll, 2018). Literacy coaches support a school climate of inquiry
through collaborative conversations, both formally planned and on-the-fly, in order to support
solving authentic problems of practice (Mraz et al., 2016).
Exists in the Context of the Classroom
High-quality PD has direct connections to a teacher’s daily practice (Knight, 2019).
PD should be grounded in the context of their classroom and give opportunities for practice
and application with students (Croft et al., 2010; Knight, 2019). Adults learn best when they
are aware of the personal relevance of the problem being solved and significance of what they
are learning (Croft et al., 2010; Toll, 2018) Job-embedded PD should take place within
schools, directly related to the work that is happening in that school (Croft et al., 2010).
Literacy coaching should be responsive to the specific challenges of the school and
classroom (Steckel, 2009). Literacy coaching should be focused on real-world application of
literacy pedagogy (Toll, 2018). The work of literacy coaching must be grounded in the daily
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work of teaching (Croft et al., 2010). By making sure that PD exists in the context of the
classroom, the teachers have a clear understanding of the importance and relevance of their
learning (Toll, 2018).
Adequate Time and Support for Practice and Implementation
Sustained, active participation is an important aspect to PD (Di Domenico et al.,
2019). Sustained PD allows time for practice, reflection and refinement of professional
practice (Desimone & Pak, 2017; Di Domenico et al., 2019). High quality PD should allow
for intensive opportunities to construct new knowledge, practice pedagogical skills and
reflect on their practice (Darling-Hammond & Richardson, 2009). In a review of studies
looking at how PD affects student achievement, Yoon et al. (2007) found that PD activities
lasting longer than 14 hours had positive effects on student achievement. The studies that had
the shortest duration of PD showed no statistically significant effects on student achievement
(Yoon et al., 2007).
Instructional coaching utilizes a continuous improvement model, which means
instructional coaches should work with the teacher to build from existing knowledge,
reflecting, then working again to improve practice based on the new learning to continuously
improve practice (Knight & Skrtic, 2021). Thus, coaching needs to respond to the changes
teachers make over time (Knight & Skrtic, 2021).
Instructional coaches work to support teachers in their implementation of learning
(Desimone & Pak, 2017). Learning by doing is a powerful tool when practicing new concepts
(Rohlwing & Spelman, 2014). Coaches work with teachers to help teachers implement new
strategies with fidelity in the classroom (Mangin, 2014). Instructional coaches may help
teachers by modeling new practice, exploring pedagogical techniques and offering additional
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resources to help the teacher implement learning from PD into their classrooms (Hu & van
Veen, 2020).
Teachers need the support of adequate time built into the school day to apply learning
from professional development (Steckel, 2009; Fountas & Pinnell, 2020). Principals should
ensure that teachers have the resources and time to implement new learning (Steckel, 2009).
Administrators must make time and space for this learning to happen (Fountas & Pinnell,
2020). Instructional coaching programs are only as successful as they are supported (Ippolito
et al., 2021). Instructional coaches need the support of administrators to ensure they have
enough time and resources to dedicate to teachers in the building (Ippolito et al., 2021).
Literacy coaches should confer with administrators regularly to make sure needs of the
program and needs of the teachers in the building are being met (Ippolito et al., 2021).
Teachers need support from administrators for learning such as: access to the coach,
substitute teachers to allow for time with the instructional coach, and support for new
learning (Mangin, 2014).
Features of Effective Literacy Coaching
Teachers need professional development that solves problems of daily practice and
deals with the complexities that exist in education (Annenberg Institute for School Reform,
2004). Literacy coaching is professional development that is situated in the daily literacy
practices of a teacher (Toll, 2017). Literacy coaches intervene in the “instructional triangle”
between teachers, students and content (Youngs & Lane, 2014 p. 296).
Literacy coaches are responsible for providing PD opportunities that enable teachers
to implement literacy programs and curriculum, think reflectively about their practice and
improve student learning (International Literacy Association, 2018). Literacy coaches should
lead teachers through collaborative conversations and assist teachers in developing their
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practice in all areas of literacy instruction (International Literacy Association, 2017). The
main goal of literacy coaching is to provide support and facilitate efforts to improve literacy
instruction through providing job-embedded PD (International Literacy Association, 2015).
In order to fulfil these requirements, literacy coaches need to have a strong knowledge of
scientifically based literacy instruction, develop a relationship of collaboration and trust with
teachers, give effective feedback with a non-evaluative stance, and facilitate changes to
instruction through reflective feedback.
Collaborative Participation
Voluntary participation is necessary for effective literacy coaching (Hu & van Veen,
2020). Hu and van Veen (2020) found that teachers who were voluntarily coached reported
positive outcomes as a result of instructional coaching. The teacher’s motivation to improve
practice should come from an internal desire to benefit students and teachers, rather than
benefit wider school improvement goals (Hu & van Veen, 2020). Intrinsic motivation helps
ensure that the teacher focuses on improving their practice and learning new skills (Steckel,
2009). Teachers who wish to engage in this practice are more likely to take an active learning
stance towards solving inquiries to their problems of practice (Desimone & Pak, 2017).
Collaboration between the coach and teacher is an essential aspect to literacy
coaching (Di Domenico, 2019). The coach should avoid a consultative relationship where the
coach tells the teacher what strategy would work best (Di Domenico, 2019). Instead, the
coach should engage in collaborative dialog with the teacher (Hu & van Veen, 2020).
Collaborative dialog is the use of collaborative conversations in order to work towards a
common goal. (Hu & van Veen, 2020). The coach elicits teacher thinking by presenting
questions that probe the teacher for evidence and allows for cognitive dissonance in order to
evaluate their current understandings (Hu & van Veen, 2020). Within this collaboration, the
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coach and teacher must work together to solve problems of practice (Di Domenico, 2019).
The coach should assist the teacher in finding resources and applying new strategies based on
the teacher’s individual goals (Youngs & Lane, 2014). The goals, strategies, assessments and
coaching conversations should be a result of collaboration between the teacher and coach
(Hasbrouck & Denton, 2007; L’Allier, 2010; Toll, 2018).
Non-Evaluative Stance
The literacy coach should not evaluate the practice of teachers in the building
(Aguilar, 2013). Instead, a literacy coach’s job is to assist teachers in implementing
instructional strategies that benefit students (Toll, 2018). While the coach should observe
instruction in order to support the teacher in implementing practice, they should not make
evaluative statements about instruction (Galey-Horn & Woulfin, 2021).
Galey-Horn and Woulfin (2021) looked at how instructional coaches’ work
converges with teacher evaluation. They found that effective coaches often align with the
evaluation process to support teachers in goal setting and help normalize the process of
observing instruction. Coaches also can help teachers reduce anxiety about evaluation
(Galey-Horn & Woulfin, 2021). In fact, effective coaches tend to shy away from the format
of evaluation and highlight the educative ways that coaches help teachers implement new
learning in the classroom (Galey-Horn & Woulfin, 2021).
Confidentiality of the actions, feedback and outcomes of instructional coaching is an
essential practice in instructional coaching (L’Allier et al., 2010; Hu & van Veen, 2020). The
act of coaching and being coached often leads to feelings of vulnerability and cognitive
dissonance, which is important when applying new learning (Hu & van Veen, 2020). To
maintain the trust of the teacher, the coach should not share specific details about coaching
conversations with administrators or colleagues. Since administrators are generally evaluators
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of teachers, the coach shouldn’t share outcomes of any conversation with administrators in
hopes of avoiding evaluation bias based on conversations (Aguilar, 2013; Galey-Horn &
Woulfin, 2021).
Effective Feedback
Di Domenico et al. (2019) describes the “distributed expertise approach” which is the
use of collaborative and facilitative stances. They define a collaborative approach as the
coach and teacher relying on each other’s knowledge and working together to problem solve.
Facilitative coaching takes place when the teacher is the primary problem solver and analyzes
the data collected while the coach supports the teacher by asking guiding questions and
responding to teacher ideas. They suggest that literacy coaches shift their approach
throughout the coaching cycle to ensure the feedback teachers receive is in line with their
goals for coaching (Di Domenico et al., 2019).
Mraz et al. (2016) describes three types of feedback used in effective literacy
coaching. Descriptive feedback is an objective description of the observations the coach has
made (Mraz et al., 2016). Descriptive feedback should be used while building a relationship
with the teacher to assist in building trust (Mraz et al., 2016). Analytic feedback is engaging
in joint reflection about the different aspects of instruction (Mraz et al., 2016). Here, the
teacher and coach work to analyze specific pieces of instruction, such as lesson planning or
the instructional decisions made during a lesson (Mraz et al., 2016). Observational feedback
creates opportunities for the teacher to hear what the coach observed, but also share their
feelings around the teacher’s instruction (Mraz et al., 2016). This type of feedback might be
used when reflecting upon a lesson and recognize specific strengths and weaknesses of the
instruction that was observed (Mraz et al., 2016).
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Communication is key to successful literacy coaching (Toll, 2018). Teachers should
feel that a literacy coach is facilitating learning, rather than dictating learning (L’Allier,
2010). Literacy coaches must offer feedback in ways that are focused on teacher concerns and
convey respect for building positive relationships (L’Allier, 2010). Coaches should take care
that the feedback they provide is not patronizing to ensure that feedback is meaningful and
respectful (Hu & van Veen, 2020). Facilitating this learning requires that the coach have a
road map for learning, but the literacy coach should also be willing to be flexible when
collaborating with teachers (L’Allier, 2010). Feedback to the teacher should assist the teacher
in fine-tuning their teaching abilities (L’Allier, 2010).
Research on the ‘just-right’ amount of feedback is unclear. Powell and Diamond
(2013) found that literacy coaches tended to give large amount of feedback to teachers. It’s
unclear if this amount of feedback is a good thing in that it allows the teachers to identify
many and/or specific areas of improvement or whether this amount of feedback can be
overwhelming and too much for the teacher to process to make meaningful change to their
practice (Powell & Diamond, 2013). More research around the types, quality and amount of
feedback is necessary for coaches to offer the best and right amount of feedback for teachers
who are being coached.
Relationship Between Coach and Teacher
A trusting, safe, confidential, supportive relationship between the coach and teacher
is essential to the success of literacy coaching (L’Allier, 2010; Toll, 2018; Ippolito et al.,
2021). To be effective, teachers need to believe that they are capable of achieving highly
effective professional practice (Ippolito et al., 2021). Literacy coaches can play an important
role in developing the self-efficacy necessary for teachers to believe in their abilities,
especially with novice teachers (Althauser, 2015; Ippolito et al., 2021).
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Building trust between coach and teacher takes place in the process of coaching
(Toll, 2018). The coach and teacher must work collaboratively within the coaching cycle to
build the trust necessary for high-quality literacy coaching (Toll, 2018). Teachers need to feel
safe in order to express vulnerability and experience the cognitive dissonance necessary to
improve practice (Hu & van Veen, 2020).
Building the relationship necessary for effective literacy coaching takes time (Di
Domenico et al., 2019). Literacy coaches should spend the majority of their time in the
practice of working directly with teachers (L’Allier et al., 2010; Ippolito et al., 2021). This
work can be in the form of one-on-one meetings, small groups and larger PD settings
(Ippolito et al., 2015). Literacy coaches should also spend time with the teacher engaging in
observing, modeling, conferring and co-teaching (L’Allier et al. 2010). Literacy coaches who
spend more time with teachers tend to have more gains in student achievement (Biancarosa &
Dexter, 2010; L’Allier et al., 2010). The literacy coach’s time should be spent on developing
teacher capacity, rather than other tasks that might take the literacy coach out of direct
interaction with teachers such as substitute teaching, assessment and administrative work
(Ippolito et al., 2021).
Evidence-based Literacy Instruction
A literacy coach must have a strong foundational knowledge of scientifically based
instructional practices (International Literacy Association, 2018). Literacy coaches must be
able to understand, implement and evaluate reading curriculum in order to help teachers
facilitate implementation of a literacy program (International Literacy Association, 2018).
This includes a specialized knowledge on effective assessment practices in order to facilitate
teacher understandings of student achievement and monitor the effectiveness of literacy
programs (International Literacy Association, 2018).
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Steckel (2009) found that literacy coaches helped initiate changes in literacy
instruction and teachers reported an increased sense of proficiency in literacy teaching.
Literacy coaching requires specialized knowledge (L’Allier et al., 2010). A highly-effective
literacy coach should have a foundation of successful teaching experience and a high-level of
knowledge around highly-effective literacy teaching practice, while also having advanced
levels of preparation in taking on a literacy coaching role (L’Allier et al., 2010; Di Domenico
et al., 2019; Fountas & Pinnell, 2020). A literacy coach must have knowledge of the domain
of literacy, knowledge of the student population, and broader pedagogical knowledge (i.e.
how to teach effectively) (Di Domenico et al., 2019).
Reflective Practice
Reflective practice is a critical feature of high-quality literacy coaching (Hu & van
Veen, 2020). Reflective practice involves reflecting upon artifacts and data available to make
determinations about the quality of interactions and strategies (Morgan & Bates, 2020).
Building teacher capacity in reflection encourages teachers to collaboratively solve rigorous
problems of practice (Steckel, 2009).
Instructional coaches should intentionally support teachers in the practice of
reflection (Peterson et al., 2009; Sweeney & Harris, 2017). Literacy coaching should
facilitate self-reflection of instructional practice in order to grow teacher capacity and change
classroom instruction (Peterson et al., 2009). During collaborative conversation, literacy
coaches should ask questions that challenge the teacher to reflect on their practice in order to
support teachers in developing new understandings about their practice using the data from
coaching sessions and artifacts of instruction (Hudson & Pletcher, 2020). Questions should be
open-ended and encourage cognitive dissonance in order to help the teacher form new
understandings (Hudson & Pletcher, 2020). Questions around the ‘why’ and ‘how’ of
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instructional practices can help teachers process their instructional decisions and take a closer
look as to the purpose and function of instruction (Hudson & Pletcher, 2020).
Using video recordings of instruction and coaching sessions is an effective tool in
order to aid the development of reflective practice (Reichenberg, 2020). Reichenberg (2022)
found that literacy coaching sessions that utilized video recordings of instruction allowed
teachers to notice and consider aspects of instruction that were not visible in the moment
(Reichenberg, 2020). Since the mental load of instruction in the moment is taken away,
teachers may be able to attend to details such as student interactions and instructional
decisions (Reichenberg, 2020). The use of video moves the locus of control to the teacher to
reflect upon their own practice (Reichenberg, 2020). It also allows the teacher to exercise
agency in reflection of their instruction and may assist literacy coaching in guiding the
teacher to notice details of instruction and student responses to instruction (Reichenberg,
2020).
Assessment of Effective Coaching
While there is a lot of research surrounding the aspects of literacy coaching, there is
little research on how effective coaching is assessed and analyzed (Annenberg Institute for
School Reform, 2004). Many studies look at specific coaching strategies and if instructional
coaching is happening, but there is very little research defining and assessing the differences
in effectiveness between and throughout literacy coaching programs. Powell and Diamond
(2013) assessed literacy coaching using measures to look at the fidelity of coaching, however,
their focus was on whether coaching was happening (i.e. teacher perceptions of quality,
uniqueness of feedback and time spent coaching) rather than identifying and measuring
features of quality coaching.
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Sweeney and Harris (2017) suggest that the impact of instructional coaching be
measured through the use of pre- and post- formative assessments of student progress. If
coaching was effective, students will have made progress. Student achievement should be
considered when looking at successful literacy coaching, but it does not offer information
around what coaching strategies the coach used to guide the teacher or help identify which
aspects of instructional coaching assisted in improving student achievement.
Morgan and Bates (2020) suggested the use of coaching notes to self-assess coaching
with a reflective lens. They suggest literacy coaches should review their notes and identify
areas of strengths and growth areas in their coaching actions, process and conversations
(Morgan & Bates, 2020). Using the notes taken from the coaching session is a powerful way
to capture the language of the session and reflect on possible growth (Morgan & Bates,
2020). Coaches should ask themselves if the notes are a clear snapshot of what happened
during the session, thorough enough to answer teacher questions, document the conversation
stalls and starts, and reveal any potential bias in the conversation (Morgan & Bates, 2020). If
notes are of high quality, the coach is able to use them as a form of formative assessment of
their own literacy coaching practice (Morgan & Bates, 2020).
In “Standards for the Preparation of Literacy Professionals”, the International
Literacy Association (2018) published a set of performance tasks to evaluate the effectiveness
of literacy coaches. In these tasks, the instructional coach views a video recording of their
own or another coach’s coaching conversations and reflects and analyzes it through the use of
reflection questions. The reflection questions encourage coaches to reflect on the ways that
they facilitated learning and rationale for how practice should be changed in the future. While
these reflection questions are useful in assisting the coach in thinking about their own
coaching abilities, it does not provide a framework for coaches to identify specific aspects of
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their coaching that can be improved or coaching strategies that may not have been
implemented adequately.
Devine and Houssemand (2013) looked at the facets of quality instructional coaching
and suggested areas for assessment of quality of instructional coaching. They suggested that
instructional coaching could be assessed by looking at teacher perceptions of coaching,
observations as to whether the instructional practices of teachers was changing, and if
students were achieving. However, they did not suggest or use a specific tool to measure the
effectiveness of an instructional coach.
This literature search found three rubrics that directly assess the features of
instructional coaching, but did not identify any literacy coaching specific rubrics. Huff,
Preston and Goldring (2013) developed a rubric to assess the effectiveness of leadership
coaches. In this study, coaches were assigned to coach principals in leadership skills. This
rubric focused on the specific coaching actions, such as quality of feedback and goal setting,
giving the coaches a 0-3 rating based on observations made from the transcripts of coaching
sessions. In formatting this evaluative rubric, they were able to make determinations about
the quality of program delivery of individual coaches. While this study has many limitations,
it is one of the few that directly assesses the quality of instructional coaching programs.
Thomas et al. (2022) created a rubric to assess the features of instructional coaching
and the effectiveness of instructional coaching programs. This rubric is the only rubric that
attempts to evaluate the overall quality of an instructional coaching program. The rubric
assesses the coach’s ability to grow relationships, use collaborative dialog, communicate
well, use student data effectively, assist teachers in developing new instructional practices
and develop leadership skills necessary to be an effective coach (Thomas et al., 2022). This
evaluation tools includes questionnaire-style forms for the instructional coach, administrator
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and teachers to fill out in order to evaluate the effectiveness of the instructional coach. The
use of multiple measures, especially from the teachers they work closely with, may allow for
more accurate evaluation data. However, due to its recent publishing, this rubric has not been
fully vetted for validity and reliability.
The only rubric identified that has been studied for validity and reliability is the
“Instructional Coaching Assessment – Teacher Forms” (Reddy et al., 2019). In this
assessment, teachers fill out a questionnaire about the coach’s actions and the outcomes of
coaching sessions in order to evaluate the effectiveness of the instructional coach. They
assess the coach’s ability to formulate goals, implement instructional skills and give
appropriate feedback in the areas of quality instruction, positive behavior management, and
responsive learning communities (Reddy et al., 2019). This assessment found that the use of
these teacher forms has strong validity and internal consistency, however, this study did not
compare the real-life actions of the coach to the teacher responses or the validity of the other
forms associated with the assessment. This assessment offers little opportunity for selfassessment and growth of practice since it only offers a numerical score to the instructional
coach which may limit their ability to make inferences about their practice and/or identify
specific areas of strengths and weaknesses.
This project seeks to fill this gap in the literature by creating self-assessment tools
that can be used by a literacy coach in order to support their implementation of the features of
high-quality PD and effective coaching strategies. None of the tools identified were specific
to effective literacy coaching. While there are a few rubrics that assess the effectiveness of
instructional coaching, they are limited in their ability to assist the literacy coach in selfreflection and growth of practice. While each of the above articles have looked at different
aspects of assessment of instructional coaching, there appears to be a gap in literature around
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supporting literacy coaches in specific literacy coaching strategies, as well as self-reflection
tools to support their practice.
Summary
Literacy coaching should assist the teacher in the construction of new pedagogical
knowledge within the ZPD (Hu & van Veen, 2020). The teacher and coach should take an
active learning stance and use inquiry to solve true problems of practice (Youngs & Lane,
2014). Literacy coaches are tasked with providing job-embedded professional development
(Steckel, 2009; Croft et al., 2010; Johnson, 2016; Mraz et al., 2016). They work with teachers
in order to develop goals for PD surrounding true problems of practice utilizing inquiry and
collaboration to grow teacher capacity (Darling-Hammond & Richardson, 2009; Croft et al.,
2010; Youngs & Lane, 2014). Literacy coaches are responsible for the implementation of
high-quality PD (Mraz et al., 2016; Toll, 2018; Ippolito et al., 2021). High-quality PD is
achieved when the learning is coherent with teacher goals, focused on student achievement,
exists in the context of the classroom with adequate time and support (Mangin, 2014; Di
Domenico et al., 2019). PD goals and activities should exist within the teacher’s ZPD to build
self-efficacy and foster intrinsic motivation to achieve professional goals (Johnson, 2016; Hu
& van Veen, 2020). The learning that occurs during PD should be built on the existing
knowledge of the teacher and reflective conversations should lead teachers to cognitive
dissonance in order to build new understandings of professional practice (Hu & van Veen,
2020).
Literacy coaches must also implement effective coaching strategies in order to build
teacher capacity in literacy instruction (Toll, 2018; Di Domenico et al., 2019; Knight, 2019).
Literacy coaches must collaborate, give effective feedback and build a trusting relationship
with the teachers they coach (L’Allier et al., 2010; Powell & Diamond, 2013; Johnson, 2016).
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In each of these areas, literacy coaches should be collaborative and keep a non-evaluative
stance in order to support inquiry and changes to professional practice (Hu & van Veen,
2020). Reflective practice is essential to literacy coaching; the coach must support teachers in
reflection for growth and must reflect upon their own coaching skills in order to continue
professional learning (Darling-Hammond & Richardson, 2009; Steckel, 2009; Desimone &
Pak, 2017; Morgan & Bates, 2020). Assessment of the quality of instructional coaching is an
understudied area of coaching (Thomas et al., 2022). Studies identified tended to focus on the
time spent coaching rather than the features of effective literacy coaching practice. Recently,
two rubrics have been published that directly assess instructional coaching (Reddy et al.,
2019; Thomas et al., 2022). These rubrics focus on the quality of instructional coaching, but
did not focus on any specific content areas. Literacy coaches need tools and assessment to aid
their reflection in order to grow their professional practice (Morgan & Bates 2020; Thomas et
al., 2022).
Conclusion
Literacy coaches must understand the facets of high-quality PD and practice coaching
skills to implement effective PD. To ensure that literacy coaches are able to effectively
implement PD, they should engage in reflective practice and focus on students learning,
teacher capacity for growth, and the honing of skills as coaches. Literacy coaches are
responsible for creating a solid relationship with the teachers they coach. This should be done
within the coaching cycle with the teacher and coach effectively collaborating, rather than
consulting, with the teacher. They are also responsible for ensuring that the teachers they
coach are using evidence-based practices to grow teacher capacity in teaching literacy skills
that benefit student achievement.
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Features of effective PD and literacy coaching are well researched, however, there
are very few tools that evaluate the quality of implementation and instructional coaching
practices. Recently, two rubrics have been published to evaluate instructional coaches, but
they do not focus on any single content area of coaching, such as literacy coaching. Literacy
coaches need tools to self-evaluate their practice and identify areas of strengths and
weaknesses in order to continue to grow their own professional practice. Thus, the following
chapter sets forth a suggested self-assessment tool for literacy coaches to utilize in order to
support their implementation of effective PD and coaching programs as well as grow their
own practice as literacy coaches.
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Chapter 3
Introduction
Creating high-quality PD opportunities remains a significant problem in education
(Youngs & Lane, 2014). Effective PD should be job-embedded, based in teacher goals and
sustained in time to promote opportunities for practice and reflection (Croft et al., 2010;
International Literacy Association, 2015). The goal of literacy coaching is to offer this
opportunity in order to build teacher capacity (L’Allier et al., 2010; Ippolito et al., 2021).
However, implementation and assessment of effectiveness remains a challenge (Thomas et
al., 2022). While the activities of effective literacy coaching and PD have been well studied,
there are very few tools that literacy coaches can use to assess their own abilities in providing
effective and high-quality PD (Thomas et al., 2022). This project seeks to solve this problem
by creating a reflection rubric and associated tools for literacy coaches to self-reflect on their
practice. These tools are focused on the aspects of high-quality PD and literacy coaching that
guide coaches towards building of their own practice.
This chapter will review the purpose, components and evaluation of the project. First,
project components will be discussed and described. Next, an evaluation of how the project
will be assessed is discussed. Conclusions about the level to which the project solves the
problem stated and outline for implementing the project will conclude this chapter.
Project Components
Joyce and Showers (1980) were the first to suggest the idea of an instructional coach
to support teacher PD using modeling, practice and feedback. Today, Michigan’s Read by
Grade Three law has placed an emphasis on literacy coaching as a way to improve literacy
achievement for a wide range of students (Strunk et al., 2021). In response to this, many
schools are implementing literacy coaching programs (Strunk et al., 2021). Literacy coaches

33

need tools to support their practice and ensure they are offering high-quality PD and
implementing effective coaching practices (Di Domenico et al., 2019; Thomas et al., 2022).
The objective of this project is to create a self-reflection tool for literacy coaches that:
1. Is based in the aspects of high-quality, evidence based professional
development and literacy coaching practices;
2. Focuses on developing increased teacher capacity through coaching;
3. Is student oriented and benefits students as shown by students meeting
learning objectives and increased achievement;
4. Encourages self-reflection in order for literacy coaches to further develop
their coaching skills before, during and after the coaching cycle.
These features of literacy coaching are imperative for the implementation of effective
coaching. Literacy coaches must ensure that the PD they are implementing with teachers
must be centered around evidence based practices (Powell & Diamond, 2013; Johnson,
2016). They also must utilize effective literacy coaching strategies in order to ensure teacherbuy in, meaningfulness of learning and application into practice that grow teacher capacity
(Steckel, 2009; Desimone & Pak, 2017). High-quality PD must be student oriented and show
benefits in student achievement (Darling-Hammond & Richardson, 2009; Thomas et al.,
2022). Finally, self-reflection is critical to growing teacher and coach capacity (Hu & van
Veen, 2020; Reichenberg, 2022). Literacy coaches must engage in reflective practice to grow
their professional skills in coaching (Morgan & Bates, 2020; Thomas et al., 2022). However,
there are very few tools available to literacy coaches to support reflective practice (Thomas et
al., 2022). This project seeks to offer tools to support the reflective practice of literacy
coaches to grow teacher capacity and engage in high-quality PD.
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In order to meet this goal, a number of appendixes were created. Appendix A
contains the self-assessment rubric and reflection questions representing a synthesis of the
information presented in Chapter Two. The goal of this assessment is for literacy coaches to
engage in reflection in order to improve practice. After completing this rubric, literacy
coaches are encouraged to set a goal to improve practice in the next coaching cycle.
In order to use this rubric, the coach must first gather and review the information
gleaned from the coaching cycle. This should include information about observations, goals,
student achievement and outcomes of the coaching sessions from notes and recordings. After
reviewing the information, the coach is able to engage in reflection using this tool.
The areas of the assessment include: quality of goal setting, development of
relationship, student achievement, collaborative practice, quality of feedback and
implementation of evidence-based instructional practice. Each of these areas are broken into
subareas within the rubric. These were chosen based on the synthesis of information resulting
from the literature search. Each subarea of the assessment begins with a rubric with a scale
from 0-3. A 0 represents that the feature of coaching was not present within the coaching
cycle. A 1 designation generally means that there was some implementation of that feature,
but was overall lacking in coaching sessions. A 2 designation means that the coach is
implementing a majority of the practice, but continues to need to develop skills in order to
master that feature of coaching. A 3 represents the ideal implementation of the feature of
literacy coaching. As the teacher moves through the rubric, they self-assign a score where
they perceive their coaching practice to be.
Short-answer reflection questions follow each area of the rubric. These questions
were designed to help the literacy coach reflect on their practice and clarify their decision on
where they’ve placed themselves within the rubric using evidence from the coaching cycle.
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These questions are optional and designed to support the literacy coach in accurate reflection
of practice.
After completing each area of the rubric, the literacy coach marks their score in each
area and answers more broad reflection questions. These questions are designed to aid the
coach in developing goals for future practice. These questions call upon the literacy coach to
find strengths, weaknesses and themes in their implementation of literacy coaching.
Finally, literacy coaches are asked to use the information they’ve just completed
through reflection and create a goal for future practice. This worksheet starts with the literacy
coach identifying strengths and weaknesses as outlined from the assessment. Then literacy
coaches explore aspects of practice that they would like to improve. From this, literacy
coaches create a goal that is measurable, achievable. Finally, coaches identify any resources
they will need to achieve their goal and set up an action plan as to how they will meet this
goal.
Appendix B through D are forms that literacy coaches can use throughout the
coaching cycle in order to support their practice and reflection. Appendix B is meant to be
used in a post-instruction coaching conversation. It contains spaces to review goals and
document a collaborative conversation in which the literacy coach supports developing new
understandings with the teacher. It uses a space to document questions asked by the coach
and responses from the teacher as a support for coaches to be reminded that the conversation
should be guided by questions. It also lays out spaces for the teacher and coach to discuss
progress towards goal and develop an action plan for further coaching sessions.
Appendix C is a form to assist literacy coaches in documenting observations. It
includes a space for the coach to review the goal of coaching in order to maintain their focus
on the task during the observation and document the learning target of the lesson. It utilizes
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two columns for the coach to document exactly what the teacher and students are doing in to
support objective observation of instruction. Literacy coaches could use this form to
document exactly what they see in the classroom and bring it with them to the postinstruction conversation.
Appendix D is a worksheet to assist the coach and teacher in assessing if they have
met the goal for coaching. It gives spaces to review the goal and the data in order to decide if
the goal has been achieved. It also asks guiding questions in order to assist the coach and
teacher in finding patterns in the data. Questions include: “what aspects of instruction helped
students reach the goal?” and “what aspects may have hindered students from reaching the
goal?”. Finally, this form asks the teacher and coach to outline their next steps. This could
include any resources the teacher needs to continue implementation independently or
brainstorming for the next coaching cycle.
Project Evaluation
This project will be considered successful if literacy coaches are able to use this tool
to improve their practice. After implementation, coaches will be asked to fill out a feedback
form (Appendix E) to evaluate the effectiveness of the tools. Appendix E is a form utilizing a
Likert scale and descriptive responses that will help evaluate the self-reflection tool. This
feedback form will illicit responses as to the effectiveness of the tools used. Coaches will be
asked if they feel it improved their practice, whether it assisted in aiding student achievement
and helped them deliver effective PD.
After this feedback is completed, the author will review the effectiveness of the tools
presented in this project by looking for commonalities in the data received. For example, if
the coaches did not feel it aided in their ability to create high-quality goals for teachers, the
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author will review the tool and descriptive responses in order to develop evidence-based
changes to the tools in order to aid in implementation and self-reflection.
Project Conclusions
Literacy coaching is a valuable tool for delivering effective PD to teachers
(Biancarosa & Dexter, 2010; Ippolito et al., 2021). Literacy coaches help guide teacher
learning by setting goals, modeling new techniques and guiding teacher reflection and
practice through collaborative conversations (Desimone & Pak, 2017; Toll, 2017). It is the
duty of the literacy coach to ensure that teachers are receiving job-embedded, meaningful PD
experiences (Youngs & Lane, 2014; Mraz et al., 2016).
Literacy coaches must have specialized knowledge of effective PD practice to grow
teacher capacity (International Literacy Association, 2018). They must enact professional
development that is job-embedded, based in true problems of practice and allows for
adequate time to successfully implement new learning (Toll, 2017; International Literacy
Association, 2018). Literacy coaches must ensure that PD exists within the context of the
classroom and student achievement is at the forefront of the work (Rohlwing & Spelman,
2014; Hu & van Veen, 2020).
In order to implement the features of high-quality PD, literacy coaches must use
high-leverage coaching strategies to ensure that teachers are actively involved in the work of
PD (Desimone & Pak, 2017). Literacy coaches must collaborate with teachers to ensure that
the PD they are offering is meaningful to the teacher (Di Domenico et al., 2019). The
relationship between the teacher and coach is of the utmost importance (Biancarosa &
Dexter, 2010; Hu & van Veen, 2020; Ippolito et al., 2021). The teacher should feel that the
coach is facilitating the learning, rather than demanding specific learning from the teacher
(L’Allier, 2010; Desimone & Pak, 2017). The relationship between the coach and teacher
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should be non-evaluative and have a foundation of professional trust and confidentiality
(L’Allier et al., 2010; Hu & van Veen, 2020). The literacy coach should work within the
teacher’s ZPD and offer effective feedback that allows the teacher to engage in cognitive
dissonance that allows the teacher to evaluate their current knowledge and form new
understandings (Hu & van Veen, 2020).
Despite the features of high-quality PD and effective coaching being well researched,
the assessment of effective literacy coaching remains a gap in literature. Huff, Preston &
Goldring (2013), Reddy et al. (2019) and Thomas et al. (2022) were the only identified
rubrics for evaluating instructional coaches. However, these rubrics do not extend to specific
content areas, such as literacy coaching. Literacy coaches need tools to aid their development
of coaching skills and strategies (Di Domenico et al., 2019). As coaches improve their
practice, teacher capacity and student achievement improve (Biancarosa & Dexter, 2010).
This project seeks to fill this gap by creating self-reflection tools for literacy coaches to
engage in reflection and grow their own capacity for coaching and, in turn, grow teacher
capacity.
Plans for Implementation
The author intends to implement this tool during the 2022-2023 school year as a part
of implementing a new instructional coaching program. This school is working to implement
instructional coaching across content and instructional areas in the elementary setting in order
to grow teacher capacity based on individual and small group teacher’s goals. This team of
coaches will work with teachers in the areas of literacy coaching, math coaching, and
coaching in instructional practices that benefit English-Language Learners and students with
disabilities. This tool will be presented to coaches to grow their instructional coaching
practice. While this tool was developed with literacy coaches in mind, it has application to
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other areas of instructional coaching. As a part of this program, the instructional coaches
meet weekly in order to support and learn from one another.
After the first coaching cycle, instructional coaches will use the tool to help them
reflect on their own practice and give feedback to the author through a feedback form. If the
instructional coach is comfortable, they may share the results of their own reflection with the
author, however, due to the personal nature of reflection, this will not be mandated. After the
feedback forms and informal discussion of the ways the tools assisted or hindered the
instructional coach, the tool will be revisited and modified as necessary in order to aid the
literacy coach’s professional growth. This process will be repeated for the first year of
implementation.
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Appendix A
Self-Reflection Rubric & Reflection Questions
Directions for Use:
1. Review notes, observations, student assessment data and/or video recordings of
coaching conversations.
2. After reviewing these items, mark on the rubric and answer reflection questions using
direct evidence from the artifacts of coaching.
3. Use the space below the rubric to add any additional qualitative data that was used to
inform the assessment.
4. Review the rubric and look for areas of strengths, weaknesses and themes
throughout.
5. Use the goal creation worksheet to create a new goal for coaching for the next cycle.

Created by Rose Brooks, 2022
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Quality of Goal Setting
Subarea

3

2

1

0

Represents
Inquiry

The goal represents
an inquiry to solve a
true problem of
practice that is
meaningful to the
teacher and within
the teacher’s ZPD.

The goal somewhat
seeks to solve a true
problem of practice,
but only surface
level issues of
instruction.

The goal does not
seek to solve any
problem of practice.
The goal not based
in inquiry.

The goal does not
seek to solve a
problem. The
teacher is already an
expert in the area of
inquiry.

The goal was clearly
written and fully
understood by coach
and teacher.

The goal was mostly
clearly written, but
slight
misunderstandings
around the goal exist
in the coaching
cycle.

The goal is
somewhat clearly
written but major
misunderstandings
existed between the
coach and teacher.

No formal goal was
written.

The goal was fully
measurable. Student
thinking and
evidence of
achievement is
clearly seen in
assessment data.

The goal was mostly
measurable, but
some aspects of
student thinking and
achievement are
unclear.

The goal was only
somewhat
measurable. Student
thinking and
achievement was
hard to observe from
the assessment.

No goal was set
and/or no
measurement was
able to occur.

The goal was
achieved by the
teacher and/or
students.

The goal was mostly
achieved by the
teacher and/or
students, some areas
continue to progress.

The goal was
somewhat achieved
by the teacher and/or
students.

The teacher and/or
students were not
able to achieve the
goal or no goal was
set for coaching.

Clearly Written

Measurable

Achievable

SCORE: ________/12
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Quality of Goal Setting Reflection Questions:
1. Was the goal measurable? Did the assessments used in the coaching cycle truly show
mastery of the goal? How do you know?

2. Was the goal clearly written? Did the teacher and coach collaborate on creation with
a clear picture of what achievement looks like?

3. Was the goal met at the end of the coaching cycle? What coaching strategies did you
use to support the teacher in meeting the goal?

4. If the goal was not met, what barriers stood in the way of meeting the goal?
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Development of Relationship
Subarea

Participation

Self-efficacy

Trusting and
Confidential

3

2

1

0

The teacher and
coach voluntarily
and fully
participated in all
aspects of the
coaching cycle.

The teacher and
coach participated
in the majority of
coaching
conversations and
activities.

The teacher and
coach participated
in some coaching
activities, but the
cycle was not
fully completed.

The teacher was
mandated to
engage in
instructional
coaching or the
teacher refused to
participate in all
aspects of
instructional
coaching.

The teacher
expressed selfefficacy in
implementing new
learning and is
able to implement
the new practice
independently.

The teacher
expressed some
growing
confidence in
implementing new
instructional
practice, but still
needs the support
of the coach.

The teacher
continues to need
extensive supports
in implementing
new learning.

The teacher was
not able to
implement any
aspect of a new
instructional
practice.

Relationship
between the coach
and teacher is
trusting, safe and
supportive. The
coach maintained
full confidentiality
throughout the
coaching cycle.

The coach and
teacher continue
to make progress
in developing a
safe, trusting
relationship.

The coach has not
fully gained the
professional trust
of the teacher. The
coach did not
maintain full
confidentiality in
cycle.

The relationship
between the
coach and teacher
deteriorated
making literacy
coaching
impossible or
ineffective.

SCORE: ________/9
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Development of Relationship Reflection Questions:
1. Did the coach and teacher fully participate in all aspects and events in the coaching
cycle? What factors could have contributed to increased or decreased participation?

2. Did the teacher take any risks during the coaching cycle? What were they? How did
you support the teacher in taking those risks?

3. In what ways could you build trust with this teacher?
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Student Achievement
Subarea

Overall
Achievement

3

2

Data collected shows
majority of students
achieved the learning
target and/or
benefitted from the
implemented
instructional practice.

1

0

Data shows some
targeted students
achieved the
instructional goal
from the implemented
instructional practice.

A few students
achieved the goal of
instruction.

The new instructional
practice was not
implemented and/or
student achievement
could not be
assessed.

Data presents a clear
picture of student
understanding

Data gives an
inconsistent view of
student learning
making it more
difficult to identify
student
understandings.

Data is unclear as to
how instruction
benefitted students.

The new instructional
practice was not
implemented and/or
student achievement
could not be
assessed.

Data shows clear
patterns of student
learning and gives
insight about why and
how students were
successful.

Data shows some
consistency between
smaller groups of
students, but it is
difficult to make
inferences as to
patterns of
understanding between
students as a whole.

Patterns of student
understanding cannot
be identified within
the data.

The new instructional
practice was not
implemented and/or
student achievement
could not be
assessed.

Gaps in instruction
have been
collaboratively
identified and a plan
has been made to reach
students who did not
show growth and/or
inform the next
coaching cycle.

Some gaps in
instruction were
identified, but the
teacher and coach
were not able to use
the information to
inform future
instructional practice

A few gaps in
instruction were
identified, but it was
not a collaborative
effort.

No gaps in
instruction were able
to be identified.

Quality of Data

Analysis of
Patterns

Gaps in
Instruction

SCORE: ________/12
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Student Achievement Reflection Questions:
1. How do you know students achieved the learning target? What patterns were you
able to see in the data?

2. Does the data connect to the effectiveness of the instructional strategy? Did
implementation of new instructional practice directly benefit students? How do you
know?

3. Can inferences be made about why students did and/or did not achieve the learning
target? How can this inform the next cycle?
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Collaborative Practice
Subarea

Collaboration
Throughout
the Process

Teacher Led

Facilitating
New
Learning

Questioning

3

2

1

0

Teacher and coach
collaborated
throughout the
coaching cycle in
order to solve a true
problem of practice.

Teacher and coach
collaborated
throughout the most
of the coaching cycle.

The teacher and coach
collaborated
occasionally
throughout the
coaching cycle.

The coach took a
consultative and/or
evaluative stance. No
evidence of
collaboration.

The teacher led all
conversations, goal
setting and reflection.
Instructional decisions
and professional
learning were led by
the teacher.

The teacher led the
majority of
conversations, but not
all.

There was a mix of
collaborative and
consultative stances
demonstrated during
coaching
conversations.

The teacher had very
little power in
coaching
conversations. The
coach directed the
teacher throughout the
coaching cycle.

Coach supported
implementation
through modeling, coteaching, and
collaborative
conversations that
resulted in new
learning.

The teacher has some
new understanding of
instructional practice,
but has missed key
features of
implementation.

The coach failed to
support
implementation of
new practice.

No new learning
occurred as a result of
coaching
conversations.

The coach asked highquality, open ended
questions that
supported the teacher
in developing new
insights and expanded
their knowledge of
instructional practice.

The coach asked some
high-quality, open
ended questions but
may not have been
able to fully guide the
teacher to new
understandings.

The coach was not
able to illicit new
understandings
through questions.

The coach did not ask
questions in coaching
conversations.

SCORE: ________/12
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Collaborative Practice Reflection Questions:
1. In what ways did the coach and teacher collaborate to solve the problem and/or reach
the goal? Were there any missed opportunities for collaboration?

2. What actions did the coach take to support implementation of new strategies?

3. What questions sparked new understandings from the teacher and/or conversation?
What questions missed the mark?
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Quality of Feedback
Subarea

Nonevaluative

Connected to
Goals

Understanding
Instructional
Practice

3

2

1

0

Feedback was nonevaluative and
facilitated
engagement in
reflective and
collaborative
dialog.

The majority of
feedback was nonevaluative.

Most of the
feedback was
evaluating the
teachers practice.

All feedback was
evaluative.

All feedback was
connected to the
goals for coaching
and flexible with
teacher needs.
Feedback was
timely and focused
on current learning.

Feedback was
mostly focused on
the goals of
coaching. Feedback
was mostly timely
and on-topic,
occasionally offtopic but guided by
the teacher.

Feedback was
loosely tied to the
goals for coaching
and/or mostly offtopic.

Feedback was offtopic and not
connected to the
goals for coaching.

Feedback supported
the teachers
understanding of
instructional
practice and
assisted in eliciting
new
understandings.

Feedback was
mostly helpful but
did not always
assist the teacher in
fully understanding
practice and/or
developing new
skills.

Feedback was
somewhat helpful
in identifying and
improving
instructional
practice and
developing new
skills.

Feedback did not
support
development of
new
understandings.

SCORE: ________/9
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Quality of Feedback Reflection Questions
1. What type of feedback did you offer the teacher? Was feedback evaluative or based
in objective observation?

2. Which instances of feedback led to more conversation? Which pieces of feedback
shut down conversation?

3. After reviewing notes and/or video, were there any missed opportunities for
feedback? Any unnecessary feedback?
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Implementation of Evidence-Based Instructional Practice
Subarea

Scholarly
Source

Resource
Allocation

Implementation

3

2

1

0

The instructional
practice is closely
tied to an evidencebased practice with
an identified
scholarly source.

The instructional
practice is tied to
an evidence-based
practice.

The instructional
practice is loosely
tied to an evidencebased practice.

Literacy coaching
was not based
around the
implementation of
an evidence-based
practice with an
identified scholarly
source.

The literacy coach
offers all of the
resources necessary
for teacher to apply
the evidence based
practice.

The teacher has
received all
resources
necessary, but may
need some support
to use them in
practice.

The literacy coach
has not offered
enough resources
in order for the
teacher to
successfully
implement the
strategy.

No resources were
offered to support
the implementation
of the instructional
practice.

Teacher has
learned and applied
an evidence based
literacy strategy in
the classroom
successfully. The
teacher continues
to implement the
instructional
practice after the
coaching cycle
with success.

The teacher is
mostly able to
implement the
strategy, but
continues to need a
small level of
support to
implement the
strategy and/or the
teacher does not
continue to
implement after the
coaching cycle.

The teacher is
somewhat able to
independently
implement the
strategy, but
continues to need
assistance
(modeling/
resources / etc.) in
implementation.

The teacher was
not able to
implement a new
instructional
practice, even with
supports.

SCORE: ________/9
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Implementation of Evidence-Based Practice Reflection Questions:
1. Does the evidence-based instructional practice have an identifiable, scholarly
source?

2. What pieces of the instructional practice was the teacher able to implement
independently? What areas need improvement?

3. How could you approach these gaps in practice? How could you support the
teacher in fully implementing new instructional practices?

4. Were there any missed opportunities in modeling, supporting and conversations
that might have led to gaps in instruction?
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Write the score for each area of the rubric below:

Area

Score

Quality of Goal Setting

/12

Development of Relationship

/9

Student Achievement

/12

Collaborative Practice

/12

Quality of Feedback

/9

Implementation of Evidence-Based Instructional Practice

/9

Total

/63

Overall Reflection Questions:
1. Which areas are your strongest? Which areas are the weakest?

2. Did you have any ‘ah-ha’ moments when reviewing this rubric? What were they?

3. Review coaching notes and/or video. Are there any themes in the strengths and
weaknesses of your practice?

4. How could you improve coaching in the next cycle? What key features were missed?
How could those features of coaching support the next cycle?

5. What resources do you need to increase your knowledge in this area? What
professional learning do you need to seek out in order to improve your practice?
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Goal Setting Worksheet
Coach Name:

Date:

Coach Strengths
(Write a few strengths
from the self-reflection
rubric)

Areas of Potential
Growth
(Identify a few areas of
growth from the selfreflection rubric. Circle the
one that is most important to
you)

Why is this area of
growth important to
you? How will it
improve your
practice?
(Write a few sentences about
why you feel this area will
help you improve your
coaching practice.)

What is your goal?
(Make sure the goal is
measurable, and attainable.)

How will you know
your goal has been
achieved?
(Write exactly what it will
look like when you’ve
achieved your goal.)

What resources
will you need to
meet your goal?
Make an Action
Plan
(Write out a draft of the
steps you will take to ensure
you reach your goal.)
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Appendix B
Coaching Conversation Notes
Teacher:

Coach:

Date:

Goal for Coaching Cycle

Follow-up from Previous
Meetings (if applicable)
Collaborative Conversation
Questions

Responses
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Progress towards
Coaching Goal

Next Steps

Other Important
Information

Action Plan
Important Dates
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Appendix C
Observation Notes
Teacher:

Coach:

Date:

Goal for Coaching Cycle
Lesson Learning Target
Observation Notes
What is the teacher doing/saying?

(What’s happening – exactly)

What are students doing/saying?
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Appendix D
Assessing the Goal for Coaching Cycle Notes
Teacher:

Coach:

What was the goal?

Did students reach
the goal?
(How many students reached the goal?
What data shows they’ve met the goal?)

Are there any
patterns of student
thinking?
(Analyze the data – Are there any
patterns in who did/did not reach the
goal?)

What aspects of
instruction helped
students reach the
goal?
(What instruction helped students in new
thinking?)

What aspects of
instruction may
have hindered
students from
reaching the goal?
(Where are the gaps? What might have
caused the gaps?)

Was the goal
achieved?
What are the next
steps?
(How can you address remaining gaps?)
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Appendix E
Evaluation of the “Self-Reflection Rubric & Reflection Questions” Rating Scale
This evaluation form is meant to assess the degree to which the “Self-Reflection Rubric &
Reflection Questions” assisted literacy coaches in self-reflecting upon their practice and set
new goals for professional growth. Answers to these questions will remain confidential and
assist the author in evaluating the effectiveness of the rubric.
After using the coaching reflection rubric for at least one coaching cycle, please answer the
following questions.
Assessing the Rubric:
1. The rubric was easy to use and understand.
Strongly Disagree

Disagree

Neutral

Agree

Strongly Agree

2. The rubric assisted me in understanding the important features of literacy coaching.
Strongly Disagree

Disagree

Neutral

Agree

Strongly Agree

3. The rubric assisted me in reflecting on my literacy coaching practice.
Strongly Disagree

Disagree

Neutral

Agree

Strongly Agree

4. The rubric assisted me in evaluating my own performance as a literacy coach.
Strongly Disagree

Disagree

Neutral

Agree

Strongly Agree

5. The rubric assisted me in finding strengths in my practice.
Strongly Disagree

Disagree

Neutral

Agree

Strongly Agree

6. The rubric assisted me in finding areas of weakness in my practice.
Strongly Disagree

Disagree

Neutral

Agree

Strongly Agree

7. The rubric assisted me in setting new goals for improving my professional practice.
Strongly Disagree

Disagree

Neutral

Agree

(continued on next page)
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Assessing the Reflection Questions
1. The reflection questions were easy to understand and respond to.
Strongly Disagree

Disagree

Neutral

Agree

Strongly Agree

2. The reflection questions helped me understand the rubric.
Strongly Disagree

Disagree

Neutral

Agree

Strongly Agree

3. The reflection questions assisted me in understanding the important features of
literacy coaching.
Strongly Disagree

Disagree

Neutral

Agree

Strongly Agree

4. The reflection questions assisted me in reflecting on my literacy coaching practice.
Strongly Disagree

Disagree

Neutral

Agree

Strongly Agree

5. The reflection questions assisted me in evaluating my own performance as a literacy
coach.
Strongly Disagree

Disagree

Neutral

Agree

Strongly Agree

6. The reflection questions assisted me in finding strengths in my practice.
Strongly Disagree

Disagree

Neutral

Agree

Strongly Agree

7. The reflection questions assisted me in finding areas of weakness in my practice.
Strongly Disagree

Disagree

Neutral

Agree

Strongly Agree

8. The reflection questions assisted me in setting new goals for improving my
professional practice.
Strongly Disagree

Disagree

Neutral

Agree

(continued on next page)
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Short Answer Questions:
1. What areas of the rubric were the most helpful?

2. What areas of the rubric were confusing?

3. How did the rubric, reflection questions and/or goal setting worksheet help you
develop your professional practice?

4. What is missing from the rubric? Are there any pieces or resources that might
further assist your reflection?

5. Do you have any other comments or concerns about the rubric, reflection
questions or goal setting worksheet?
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